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Abstract 
According to research, peer assessments in education can significantly contribute to the learning 
experience of pupils through establishing motivation, confidence and essentially dynamic higher order 
learning skills. This inquiry specifically focussed on exploring the role of success criteria within peer 
assessment as an effective learning tool for pupils. The research comprised of a group of 30, year 7 
sĐieŶĐe pupils fƌoŵ aŶ Ofsted ƌated ͞ outstaŶdiŶg͟ sĐhool. ‘eseaƌĐh fiŶdiŶgs suppoƌt the use of success 
criteria as an effective learning tool, so long as it is used correctly. It suggests that the efficacy of 
success criteria is dependent on its transparency, rigidity and explicitness. The findings from the study 
reveal that pupils are more likely to connect with their cognitive and intellectual processes to reach 
suitable judgements in the absence of  rigid, explicit success criteria – and that the use of broader 
guidelines is more appropriate, to enhance and guide the learning of pupils.    
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Introduction 
Assessment for learning (AfL) plays an integral role in the teaching and learning process of pupils.  This 
formative assessment technique has been found to improve pupil performance through enabling 
instant feedback to pupils during their active learning processes. It involves the learner addressing 
errors and misconceptions prior to being summatively assessed. Questioning, feedback, self and peer 
assessments are critical examples of assessment for learning in practice.  
 
Self and peer-assessments promote and encourage pupils to become active independent learners, 
through striving to establish motivation, confidence and essentially dynamic higher order skills (e.g. 
reflective and critical thinking). Self-assessment in education involves students assessing their own 
academic performance against a pre-determined success criteria, as opposed to peer assessments 
whereby pupils take on the responsibility of assessing their peer͛s ǁoƌk agaiŶst a pƌe-defined success 
criteria (Bourke & Mentis, 2013; Reinholz, 2015; Topping, 2009). Both assessment tools require 
students to provide constructive feedback, reflect and subsequently set targets (Strijbos & Sluijsmans, 
2010). Essentially, this provides them with improved learning opportunities and a deeper 
understanding of what constitutes high quality work (Karami & Rezaei, 2015).  
 
Self and peer-assessments employ a constructivist learning approach – whereby pupils are required 
to actively participate in the design, choice, criteria and feedback of assessments (Piaget, 1971 cited 
in Inhelder & Weaver, 2000; Vygotski; 1962). Self and peer assessments effectively contribute to the 
augŵeŶtatioŶ of the pupil͛s ĐƌitiĐal aŶd ƌefleĐtiǀe skills and ultimately their confidence as learners – 
aŶd should thus ďe ƌegaƌded as a ͞keǇ eleŵeŶt of higheƌ eduĐatioŶ Đouƌses͟ ;LogaŶ, ϮϬϬ9; NdoǇe, 
2017. p.30). In principal, both practices are deemed exceptionally useful in enabling effective durable 
learning achievements. However, as part of this practitioner inquiry, I will solely focus on whether the 
sharing of success criteria within peer assessment can facilitate the learning and performance of pupils 
– with suggestions for good quality teaching practices.  
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Teaching and learning can be significantly enhanced through the improved academic engagement of 
pupils (Project Tomorrow, 2010; Willms, Freisen, & Milton, 2009). Peer-based collaborative learning 
(e.g. peer assessments) from within a supportive environment promotes pupil engagement. It also 
ĐoŶtƌiďutes to the effeĐtiǀeŶess aŶd duƌaďilitǇ of pupil͛s leaƌŶiŶg aĐhieǀeŵeŶts ;NdoǇe, ϮϬϭ7Ϳ.   
 
AĐĐoƌdiŶg to LogaŶ ;ϮϬϬ9Ϳ, peeƌ assessŵeŶts pƌoŵote deepeƌ leaƌŶiŶg ďǇ eŶhaŶĐiŶg pupils͛ 
understanding of assessment criteria. However, to organise for a successful peer assessment, teachers 
are required to scrutinise and justify the objectives, goals, and grading scales – thereby strengthening 
their own understanding too (Topping, 2009; Van den Berg et al, 2006; Vickerman; 2009).  
 
Clarification, elaboration and exemplification of assessment criteria (e.g. model answers and 
ĐheĐklistsͿ ĐaŶ help to ďetteƌ the studeŶt͛s pƌoĐess of appliĐatioŶ aŶd iŶteƌpƌetatioŶ of the suĐĐess 
criteria (Vickerman, 2009). Appropriate training, may involve the layout, organisation, objectives and 
possible developmental strategies. According to Evans (2013) the sharing and discussion of the success 
criteria can positively contribute to the learning outcomes of pupils, so long as the teacher explicitly 
emphasises its worth and purpose in the learning process. However, the teacher must also consider 
the inherent risk of student dependence and limited thinking as a consequence of providing rigid 
instructional guidance. Explicit guidance can impair the quality of learning and restrict one from 
developing lifelong learning skills (Crook, Gross, & Dymot, 2006; G. Crisp, 2012). Sadler (2009) stresses 
the importance of pupil independence through promotion of self-regulatory skills and conceptual 
understanding of quality learning.  
 
The sequence, structure and design of success criteria should advocate quality understanding of the 
technicalities and interpretation of assessment criteria; with adequate awareness and reasoning for 
subject content (Vickerman, 2009). Ndoye (2017) argues the benefits of a detailed criteria in the 
generation of quality feedback, promotion of successful collaboration between peers, active learning, 
autonomy and engagement in life-long learning. However, Canty, Seery, Hartell, Doyle (2017) claim 
that over-defined success criteria can in-fact diminish pupil engagement, increase convergence to 
open-ended questions and limit exploration of the subject domain.  
 
Sadler (2009) approves of a holistic approach; for its role in developing crucial cognitive learning skills 
such as: critical reasoning, complex problem solving and integration of knowledge and innovation; 
essentially, maximising the learning potential of pupils. He argues against the holistic judgement of 
pupils being governed by a mandated criteria; and rather encourages them to connect with their 
intellectual processes to attain a suitable appraisal (Canty, Seery, Hartell, Doyle, 2017). According to 
their findings, 75% of the students surveyed applauded the removal of explicit assessment criteria, for 
its benefits in allowing them to explore a wide range of solutions with guidance from broad guidelines. 
Likewise, 70% of students felt both challenged, yet empowered to establish their own values relative 
to the subject domain, as opposed to relying on a set of comforting rubrics.  Such are the qualities 
ƌefleĐtiǀe of eǆpeƌieŶĐed teaĐheƌs iŶǀolǀed iŶ ŵultiĐƌiteƌia judgeŵeŶts of pupils͛ ǁoƌks aŶd aďilities 
(Sadler, 2009).   
 
Involving students in the developmental process of success criteria is critical for ensuring objective 
judgements on the quality of peer-work (Brindley & Schoffield, 1998; Chen, 2010; Papinezak et al, 
2007). Their participation in the creation of success criteria, is likely to improve their understanding of 
the methodology; resulting in improved objectivity and quality feedback (VanShenkhof et al, 2018).  
With the process of success criteria being more participative, pupils are empowered to take ownership 
of their own learning and thus enhance the learning outcomes associated with peer-assessments 
(VanShenkhof et al, 2018). Canty, Seery, Hartell and Doyle (2017) found supporting evidence for this. 
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Up-to 80% of the pupils surveyed, were convinced that their role in the generation of success criteria 
allowed them to feel responsible of their own learning. 70% of these students found that this approach 
to assessment also had a positive impact on their learning experience.   
 
Rust et al (2003) and Bloxham and West (2004) favour this approach, due to its benefits in allowing 
pupils to clarify and internalise their learning goals.  According to Gibbs et al (2004), peer assessment 
generates opportunities for appropriate learning activities (e.g. establishment of clear goals, criteria 
and standards of assessment), essentially contributing to the enhancement of learner performance, 
even in the absence of feedback.  Pupils involved in the reflection process of peer assessment also 
reported increased development of broader transferable skills, which would be considered useful by 
employers of a professional practice e.g. clinical educator, practicing physiotherapist (Langan, 2005; 
McGarr & Clifford; 2013; Petty, 2009). 
 
To date, the reliability and validity of peer-generated grades is challenged by researchers, as a 
consequence of it being influeŶĐed ďǇ soĐial pƌoĐesses. FƌieŶdship ďoŶds, iŶdiǀiduals͛ peƌĐeptioŶs of 
criticism, collusion for submission of average results, social loafing or free rider effects are some issues 
of concern in relation to peer-assessment (Ndiku Makewa et al, 2014; Norcini, 2003; Winter, 2009). 
Sadler and Good (2006) found satisfactory levels of reliability and validity in over 70% of the studies 
explored when it involved effective negotiation and joint construction of assessment criteria with its 
learners. Increased reliability was noted in peer-assessments where pupils were required to assess 
multiple discrete dimensions using clear explicit success criteria (Falchikov & Goldfinch, 2000; 
Lindblom-Ylanne et al, 2006). Although, Hendrickson, Brady, & Algozzine (1987) found that no 
ĐoƌƌelatioŶ ǁas estaďlished ďetǁeeŶ studeŶts͛ aĐĐeptaŶĐe of Đƌiteƌia aŶd the suďseƋueŶt ƌeliaďilitǇ of 
peer marking. Likewise, Mowl and Pain (1995) found that reliability was inadequate, despite careful 
supervision, training and involvement of learners in criteria generation.   
 
However, Devenney (1989) argues that the role and function of peer assessment differs to that of a 
teaĐheƌ͛s assessŵeŶt aŶd thus high ƌeliaďilitǇ is Ŷot usuallǇ of ŵuĐh ĐoŶĐeƌŶ. Likeǁise, iŶteƌpƌetatioŶs 
of criteria and frames of reference, will continue to vary for different individuals – and so the validity 
of peer assessment will always remain a challenge for research (Evans, Elwyn and Edwards, 2004). 
 
Research Design 
This pƌaĐtitioŶeƌ͛s iŶƋuiƌǇ assuŵes a Ƌualitatiǀe iŶterpretivist approach. It is based on a case study 
involving a group of 30 science pupils (female) aged between 10-11 years from within an 
͞outstaŶdiŶg͟ huŵaŶities speĐialist sĐhool iŶ the Ŷoƌth-west.  Case studies enable one to obtain rich 
analysis of contemporary phenomena from within a contextual perspective (Zainal, 2007). However, 
sceptics argue that the research method is deficient of rigour, susceptible to researcher bias and 
impotent to draw generalisations from (Yin, 2011). Cynics would thus question the generalisability of 
the findings from this research beyond the classroom of the 30 female pupils from year 7 within that 
speĐifiĐ ͞outstaŶdiŶg sĐhool͟. AŶ appƌopƌiate solutioŶ to the issue of geŶeƌalisaďilitǇ ǁould ďe the 
deployment of a meta-analysis research methodology. The statistical procedure entails the 
amalgamation, summary and review of a wide range of previously conducted quantitative research – 
allowing for in-depth critical evaluations and comparisons, thereby improving the objectivity and 
statistical power of the research (Hedges & Piggot, 2001). In an attempt to maximise the validity of 
the findings, the inquiry entailed triangulation of different data collection methods – an elaboration 
to which will be provided below (Mukherji & Albon, 2015).  
 
A sequence of activities were prepared to generate quality data on the use of sharing success criteria 
in peer assessment. Primarily, the research group was divided into groups of three. Thereafter, each 
group was assigned a 6-mark question on sheets of A3. Students were permitted to work in their 
groups to devise an appropriate solution (for 5 minutes). The students were then asked to exchange 
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their sheets with another group – after which they were asked to either justify or improve upon their 
peeƌ͛s ƌespoŶse usiŶg a diffeƌeŶt Đolouƌed peŶ. Theƌeafteƌ, the pupils ǁeƌe asked to eǆĐhaŶge theiƌ 
sheets for the last time with a different group. On this occasion, they were provided with a mark-
scheme, using which they were required to assess the response of the pupils from the last rotation. 
As an extension, the more able students were challenged to develop and expand upon the model 
answer.  
 
The ƌouŶd taďle assessŵeŶts seƌǀed to assess the studeŶt͛s pƌioƌ kŶoǁledge aŶd uŶdeƌstaŶdiŶg of 
compounds. Thereafter, the feedback and comments from the follow-up exercise (involving the mark-
sĐheŵeͿ gaǀe aŶ iŶdiĐatioŶ of the eǆteŶt to ǁhiĐh the studeŶts͛ uŶdeƌstaŶdiŶg of ĐoŵpouŶds had 
improved. The extension task served as a confidence measure, to further satisfy and reassure the 
findings from the research.  
 
The clarity of success criteria is partially dependent on its layout and design. The criteria must be 
concise with a clear focus to accelerate the progress and achievement of pupils towards their learning 
outcomes. This was considered during the construction process of the success criteria and comprised 
of clear, measurable, relevant goals and objectives.  
 
Similarly, the efficacy of peer assessment can be managed through explicit communication and 
modelling of the entire procedure involved (Evans, 2013).  This then serves as guidance for pupils, to 
better their understanding of the necessary skills and concepts associated with assessments. 
Establishment of the learning outcomes in conjunction with the assessment criteria enables pupils to 
critically reflect upon their own practice - oŶ eǀaluatioŶ aŶd ĐoŶsideƌatioŶ of theiƌ peeƌ͛s alteƌŶate 
approach to the assessment – thereby promoting pupil independence and teacher facilitation.  
 
In order to improve the validity and reliability of the data collection methods for this research, the 
above guidelines were implemented to an adequate degree. However, time was limited and therefore 
students were not provided with as much training as I had hoped to deliver. As a compromise, these 
variables will be considered during the review and summary process of this research.   
 
Pupils were required to work in groups during the round-table assessments and the subsequent peer-
ŵaƌkiŶg tasks. Pupils͛ dispositioŶs ĐaŶ ultiŵatelǇ iŶflueŶĐe the efficacy of the task outcomes, as a 
ĐoŶseƋueŶĐe of it ďeiŶg iŶflueŶĐed ďǇ the studeŶt͛s ǁilliŶgŶess to ĐoŶtƌiďute aŶd ĐollaďoƌatiǀelǇ 
eŶgage ǁith theiƌ Đlassŵates ;“tƌuǇǀeŶ et al, ϮϬϬϱ; Vu & Dall͛Aďa, ϮϬϬ7Ϳ.  Likeǁise, pupils ŵaǇ stƌuggle 
to access complex higher-order skills – thereby causing a negative impact on their reflection process 
and confidence in providing comprehensive feedback (Papinezak, Young and Groves, 2007). 
 
However, the method by which the task of peer assessment is introduced to pupils, can have an impact 
on their attitudes and cognition (Sandvoll, 2014). Thus, if pupils perceive the task as a formative 
assessment measure or as an assessment for learning, they are likely to actively explore strategies and 
mechanisms that will positively contribute to their learning experience and performance. A formative 
assessment approach was thus taken for this research.  
 
According to research, a positive correlation is established between self-regulatory learning -from 
within a within a supportive stimulating learning environment - and pupil academic performance 
;BaŶaƌjee & Kuŵaƌ, ϮϬϭϰͿ. Befoƌe ĐaƌƌǇiŶg out the iŶteŶded pƌaĐtitioŶeƌ͛s iŶƋuiƌǇ, ethiĐal issues ǁeƌe 
ĐoŶsideƌed usiŶg HaŵŵeƌseleǇ aŶd TƌiaiaŶou͛s ;ϮϬϭϰͿ pƌoposed guideliŶes oŶ ͞ EthiĐs and Educational 
‘eseaƌĐh͟. The keǇ pƌiŶĐiples addƌessed ǁeƌe:  
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Informed consent: Participant Information Sheets were designed and distributed to the 30 students 
to inform them of the nature of the study. Students were then given the opportunity to decide as to 
whether or not they were happy to participate in the research.  
Protection of participants: The nature and aim of the research was disclosed to participants. Pupils 
ǁeƌe ƌeassuƌed that the outĐoŵes of the ƌeseaƌĐh ǁould help to iŶfoƌŵ theiƌ teaĐheƌ͛s future planning 
and delivery of lessons.   
 
Confidentiality: Both the school and students were assured of absolute anonymity, to prevent 
themselves from being identified as participants of the research.    
 
The right to withdraw: Students were informed of their participation being entirely voluntary; and that 
they reserve the absolute right to withdraw from the research.   
 
Results and Discussion  
The aim of this research was to identify how the sharing of success criteria in peer assessment 
facilitates pupils͛ leaƌŶiŶg aŶd peƌfoƌŵaŶĐe. Qualitatiǀe ĐodiŶg ǁas used to aŶalǇse the data 
generated from the research. The analytical process entailed categorisation of distinct concepts and 
theŵes. Pƌioƌ to data ĐolleĐtioŶ, a set of ͞pƌe-list͟ of Đodes ǁas Đoŵpiled – to direct and guide the 
ƌeseaƌĐh. UsiŶg the Đoŵposed data, ͞eŵeƌgeŶt Đodes͟ ǁeƌe theŶ deǀeloped oŶ siŵilaƌ theŵes aŶd 
concepts. Codes were refined to enable enhanced classification of the data – this entailed revision, 
addition, subtraction and expansion of the coding categories. A systematic approach was adopted for 
data ĐodiŶg. It eŶtailed askiŶg a seƌies of ƋuestioŶ; foƌ eǆaŵple, ͞ǁhat iŶfoƌŵatioŶ is ďeiŶg 
ĐoŶǀeǇed?͟ aŶd ͞ǁhat issues of ĐoŶĐeƌŶ aƌe ďeiŶg eǆpƌessed?͟  
 
The process of data analysis, revealed a variation in the responses of pupils. Co-ordination of 
responses enabled one to adequately distinguish between the benefits and limitations of sharing 
success criteria in peer assessment.  Primarily, during the round-table assessments, the majority of 
the students showed adequate understanding of the topic with majority being able to associate the 
diagram with the term compound. Pupils were also able to define the term compound as a substance 
comprising of two or more elements – and many identified the names of the two compounds 
;ĐoƌƌeĐtlǇͿ. MaŶǇ studeŶts ƌefeƌƌed to sĐieŶtifiĐ teƌŵiŶologǇ ǁith the ĐoƌƌeĐt spelliŶgs. “tudeŶts͛ 
efforts were apparent in ensuring the layout and format was grammatically correct. However, 
misconceptions associated with the scientific keywords were also established from pupil responses 
e.g. the difference between an atom and element.  
 
Pupils were then asked to use the model answer (mark-scheme answer) to peer-mark. The purpose 
of this activity was to determine whether the pupils uŶdeƌstaŶdiŶg of ͞ĐoŵpouŶds͟ iŵpƌoǀed, haǀiŶg 
shared the success criteria. Students displayed a good understanding of how to access the mark-
sĐheŵe aŶd ŵake aĐĐuƌate judgeŵeŶts oŶ theiƌ peeƌ͛s ǁoƌk. IŶ-depth discussions took place amongst 
group members, relating to the mark-scheme with justifications on where and why pupils should be 
awarded specific marks. Pupils proceeded to the extension task and actively engaged with negotiating 
the mark-scheme and how it can be developed. Pupils accurately identified that a correct statement 
supported by an explanation secured two marks each and therefore listing three statements, with 
their respective supporting explanations would suffice to secure the 6 marks available. Likewise, pupils 
recommended that each statement should be further elaborated upon through linking it to the 
eǆaŵple iŶ the ƋuestioŶ ͞iƌoŶ Đhloƌide͟. A suggested ƌespoŶse ǁas: ͞The diagƌaŵ aďoǀe ƌepƌeseŶts a 
compound – iron chloride. This means that it is a substance made from two or more elements. The 
eleŵeŶts iƌoŶ aŶd ĐhloƌiŶe ĐoŵďiŶe to foƌŵ the ĐoŵpouŶd iƌoŶ Đhloƌide͟.  
 
During this research, two exceptional responses were noted from two different groups during the 
round table assessments. One group had correctly identified that based on the evidence, one would 
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assume that the substance is in the gaseous state, since its molecules are separate from each other 
and randomly arranged - however, this is not typical of an iron chloride salt at room temperature (it 
is a solid). Likewise, a second group deƌiǀed the ĐheŵiĐal foƌŵula of the ĐoŵpouŶd ͞iƌoŶ Đhloƌide͟ 
through identification of the ions associated with each element. Subsequent analysis then followed, 
and pupils within the group accurately concluded that three chloride ions would be required to 
counter balance the charge on the iron. Pupils justified their claim with the chemical formula FeCl3. 
For year 7 pupils, to independently derive such a response is an outstanding achievement – as their 
ƌespoŶses highlight aŶd ƌefleĐt upoŶ the studeŶts͛ conceptual understanding of the concepts of 
science that go beyond the recommended level at KS3. The responses (aforementioned) also served 
as evidence for pupils connecting with their intellectual processes, to investigate and further explore 
a wide range of solutions to reach a suitable judgement (in the absence of criteria).  
 
Unfortunately, these statements although correct, were not included within the mark-scheme 
response - as a consequence, students became confused and dissatisfied with their otherwise accurate 
responses. As Sadler (2009) suggested, pupils must not be limited to a specific set of criteria as it 
prevents them from the exploration of crucial cognitive skills and diverse solutions. A holistic approach 
should be favoured with broad guidelines as a guidance for pupils – this empowers pupils to establish 
their own values relative to the subject domain (Canty, Seery, Hartell, Doyle, 2017). The criteria should 
serve to facilitate the learning of pupils as opposed to dictating to them. Based on the experience 
above, one can infer that the sharing of explicit criteria can have an adverse impact on the learning 
and performance of pupils. 
 
Data collection comprised of a sequence of consecutive activities. Exceptional planning was required 
to ensure a smooth successful flow of the events. To carry out the research tasks at an appropriate 
pace, it was essential that the basics of the topic was imparted to the pupils in the lessons prior to the 
research. This also provoked pupil confidence, encouraging students to willingly partake in the 
exercise.  The co-operation of pupils contributed to the generation of quality rich data, effectively 
alloǁiŶg the ƌeseaƌĐheƌ to Đoŵpaƌe, sĐƌutiŶise aŶd eǀaluate pupils͛ uŶdeƌstaŶdiŶg of the topiĐ 
͞ĐoŵpouŶds͟ pƌioƌ to sharing the success criteria and after sharing the success criteria.   
 
Fortunately, the pupils were accustomed to collaborative group work and peer-marking from previous 
school experiences.  Briefing was thus easier, and the entire procedure was managed over two periods 
(each period lasting 55 minutes). In Period 1, participant information sheets were distributed and the 
necessary skills and training required for the activities planned was communicated to pupils. Pupils 
were informed of the purpose, objectives and intended outcomes for the research. Methods of 
delivering and receiving constructive criticism based on the success criteria were also disclosed to 
pupils. Initially, there were concerns relating to student participation - however, this was instantly 
addressed through an organised group set-up whereby pupils were grouped, according to their 
competencies and dispositions. Prior to the task, rules and expectations for working collaboratively 
were briefly discussed. Both myself, and the teacher circulated round the classroom to maximise pupil 
engagement. 
 
The research study employed a qualitative paradigm. A qualitative design was useful in allowing one 
to gain deeper insight into the learning capabilities and performances of pupils - based on observations 
and interpretations of features associated with formative assessments. Furthermore, the research 
assumed an inclusive approach to data collection, with participants being given the opportunity to 
communicate their perceptions on success criteria in peer assessments, through their contributions 
to activities. Pupils showed greater levels of motivation, exploration and retention of subject 
knowledge during the group work activities (Barkley, Cross & Major, 2014; Davis, 1993). The nature of 
the tasks stimulated traits of critical thinking, creativity and diverse applications of knowledge 
amongst pupils (Elgort, Smith & Toland, 2008). Likewise, during the round-table assessments pupils 
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referred to scientific concepts beyond their curriculum (ions and charges associated with compounds), 
indicating higher levels of deeper thinking.   
However, there are also limitations associated with the research paradigm. Typically, the research is 
based on a small sample size, and the data generated is not tested for statistical significance, as a 
consequence of which the findings cannot be generalised to the wider population with as much 
confidence as with data produced through quantitative measures. Likewise, the data generated from 
this ƌeseaƌĐh ǁas ďased oŶ the ƌeseaƌĐheƌ͛s iŶteƌpƌetatioŶ of pupils͛ ƌespoŶses – lacking objectivity 
and scientific validity. It is possible that the findings of the research may be subject to researcher bias, 
as a ĐoŶseƋueŶĐe of the ƌeseaƌĐheƌ͛s pƌedispositioŶs – however this bias is a likely consequence of 
their appreciation and acknowledgement of pre-existing research.  
 
The research findings, may be subject to demand characteristics as a consequence of participants 
being aware of the nature of the research. Pupils may (unconsciously) alter their behaviours and 
response in accordance with their interpretations of what they believe is favourable to the researcher 
(response bias). This can affect the reliability of the findings; making it difficult to deduce accurate 
conclusions.   
 
In principal, the methodologies were suitable for the intended research as it served to generate data 
relative to the project. However, additional methods would be considered in the future to obtain 
further quality rich data; such as questionnaires, interviews and meta-analyses. Obtaining student 
feedback through questionnaires would have been beneficial in obtaining instant data on the use of 
success criteria in facilitating pupil learning and performance. Questionnaires can generate valuable 
oďjeĐtiǀe data, uŶiŶflueŶĐed ďǇ the ƌeseaƌĐheƌ͛s iŶteƌpƌetatioŶs, theƌeďǇ eŶhaŶĐiŶg the ƌeliaďilitǇ aŶd 
validity of the findings. Interviews are more potent in yielding profound narrative data, enabling 
ƌeseaƌĐheƌs to asĐeƌtaiŶ aŶd iŶteƌpƌet people͛s peƌĐeptioŶs ǁith higheƌ leǀels of ĐoŶfideŶĐe ;Kǀale, 
2006). Alshenqeeti (2014, p.1) provides further validation of interviews as a research method, for 
geŶeƌatiŶg detailed desĐƌiptioŶs of ͞iŶdiǀiduals aŶd eǀeŶts iŶ theiƌ Ŷatuƌal settiŶgs͟.  A ŵeta-analysis 
approach to the research findings would have enabled in-depth critical evaluations and comparisons 
of multiple data - focussing on the use of success criteria in peer assessments – ultimately enhancing 
its credibility and statistical power (Hedges & Piggot, 2001).   
 
Conclusion  
A positive impact of peer assessment in advocating pupil engagement is acknowledged. Yet, the 
efficacy of the assessment practice is highly dependent on its operating mechanisms such as: the 
ƋualitǇ of feedďaĐk, ĐollaďoƌatioŶ aŶd pupil͛s peƌĐeptioŶs. ‘eseaƌĐh also highlights the fuŶdaŵeŶtal 
role of success criteria (in peer assessment) in facilitating the academic learning and performance of 
pupils. The benefits of using success criteria to advocate pupil learning is undeniable, however, data 
from this inquiry reveals that the extent of transparency and explicitness (associated with the criteria) 
ŵaǇ haǀe aŶ adǀeƌse effeĐt oŶ the studeŶt͛s ƋualitǇ of leaƌŶiŶg. The data ĐoŶfoƌŵs to the past fiŶdiŶgs 
of Crook, Gross, Dymot (2006), G. Crisp (2012) and Sadler (2009) - they implied that the rigidity and 
explicitness of criteria restricted pupils from connecting with their cognition, reflection and 
intellectual processes. 
 
The implications of this research are for educators to promote and implement sustainable forms of 
assessments like peer assessment – from within a secure, collaborative and co-operative learning 
environment. Instructors should provide regular training (to pupils) on the entire procedure of peer 
assessment – with opportunities for students to negotiate the success criteria in terms of its sequence, 
layout or objectives. Students should also be given the opportunity to evaluate the processes involved 
in their learning with considerations for developmental strategies – so to promote learner 
independence and accountability. Practitioners should also acknowledge the inherent risks of 
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impairing the learning experience of their pupils as a consequence of sharing a rigid, highly explicit 
success criteria.   
Overall, this inquiry was useful in allowing one to critically reflect upon the value and effectiveness of 
success criteria in peer assessment. As a continuation from this inquiry, the impact of peer-feedback 
on the learning achievements of pupils would be a suitable area of research and would thus be 
considered (as future research).   
 
References 
Alshenqeeti, H. (2014). Interviewing as a Data Collection Method: A Critical Review. English 
Linguistics Research, 3(1). 
Banarjee, P. and Kumar, K. (2014). A Study on Self-Regulated Learning and Academic Achievement 
among the Science Graduate Students. International Journal of Multidisciplinary Approach and 
Studies, 1(6). 
Barkley, E., Cross, K. and Major, C. (2014). Collaborative learning techniques: a handbook for college 
faculty. San Francisco CA: Jossey-Bass.  
Bloxham *, S. and West, A. (2004). Understanding the rules of the game: marking peer assessment 
as a medium for developing students' conceptions of assessment. Assessment & Evaluation in 
Higher Education, 29(6), pp.721-733. 
Bourke, R. and Mentis, M. (2013). Self-assessment as a process for inclusion. International Journal of 
Inclusive Education, 17(8), pp.854-867. 
Brindley, C. and Scoffield, S. (1998). Peer Assessment in Undergraduate Programmes. Teaching in 
Higher Education, 3(1), pp.79-90. 
Canty, D., Seery, N., Hartell, E. and Doyle, A. (2017). Integrating Peer Assessment in Technology 
Education through Adaptive Comparative Judgment. 
Chen, C. (2010). The implementation and evaluation of a mobile self- and peer-assessment 
system. Computers & Education, 55(1), pp.229-236. 
Crisp, G. (2012). Integrative assessment: reframing assessment practice for current and future 
learning. Assessment & Evaluation in Higher Education, 37(1), pp.33-43. 
Crook, C., Gross, H. and Dymott, R. (2006). Assessment relationships in higher education: the tension 
of process and practice. British Educational Research Journal, 32(1), pp.95-114. 
Davis, F. (1993). User acceptance of information technology: system characteristics, user perceptions 
and behavioral impacts. International Journal of Man-Machine Studies, 38(3), pp.475-487. 
Devenney, R. (1989). How ESL Teachers and Peers Evaluate and Respond to Student Writing. RELC 
Journal, 20(1), pp.77-90.  
Elgort, I., Smith, A. and Toland, J. (2008). Is wiki an effective platform for group course 
work?. Australasian Journal of Educational Technology, 24(2). 
Evans, C. (2013). Making Sense of Assessment Feedback in Higher Education. Review of Educational 
Research, 83(1), pp.70-120. 
Evans, R., Elwyn, G. and Edwards, A. (2004). Review of instruments for peer assessment of 
physicians. BMJ, 328(7450), p.1240. 
Falchikov, N. and Goldfinch, J. (2000). Student Peer Assessment in Higher Education: A Meta-Analysis 
Comparing Peer and Teacher Marks. Review of Educational Research, 70(3), p.287. 
Gibbs, G. and Simpson, C. (2004). Conditions under which Assessment supports Student 
Learning. Learning and teaching in higher education, 1(1), pp.3-31. 
Hammersley, M. and Traianou, A. (2014). An Alternative Ethics? Justice and Care as Guiding 
Principles for Qualitative Research. Sociological Research Online, 19(3), pp.1-14. 
Hedges and Piggot (2001). The power of statistical tests in meta-analysis. Psychological Methods, 
6(3), pp.203-217. 
Hendrickson, J. M., Brady, M. P., & Algozzine, B. (1987). Peer-mediated testing: The effects of an 
alternative testing procedure in higher education. Educational & Psychological Research, 7(2), 
91-101. 
AHMED: A CRITICAL REFLECTION ON THE ROLE OF SUCCESS CRITERIA IN PEER ASSESSMENT TO 
FACILITATE PUPIL LEARNING AND PERFORMANCE 
28 
Inhelder, B. and Weaver, H. (2000). Psychology of the Child. Basic. 
Karami, A. and Rezaei, A. (2015). An Overview of Peer-Assessment: The Benefits and 
Importance. Journal for the Study of English Linguistics, 3(1), p.93. 
Kvale, S. (2006). Dominance Through Interviews and Dialogues. Qualitative Inquiry, 12(3), pp.480-
500. 
Langan *, A., Wheater, C., Shaw, E., Haines, B., Cullen, W., Boyle, J., Penney, D., Oldekop, J., Ashcroft, 
C., Lockey, L. and Preziosi, R. (2005). Peer assessment of oral presentations: effects of student 
gender, university affiliation and participation in the development of assessment 
criteria. Assessment & Evaluation in Higher Education, 30(1), pp.21-34. 
LiŶdďloŵ‐YläŶŶe, “., Tƌigǁell, K., Neǀgi, A. aŶd Ashwin, P. (2006). How approaches to teaching are 
affected by discipline and teaching context. Studies in Higher Education, 31(3), pp.285-298. 
Logan, E. (2009). Self and peer assessment in action. Practitioner Research in Education, 3(1), pp.29-
35. 
McGarr, O. aŶd Cliffoƌd, A. ;ϮϬϭϯͿ. ͚Just eŶough to ŵake Ǉou take it seƌiouslǇ͛: eǆploƌiŶg studeŶts͛ 
attitudes towards peer assessment. Higher Education, 65(6), pp.677-693. 
Moǁl, G. aŶd PaiŶ, ‘. ;ϭ99ϱͿ. UsiŶg “elf aŶd Peeƌ AssessŵeŶt to Iŵpƌoǀe “tudeŶts͛ EssaǇ Wƌiting: a 
Case Study from Geography. Innovations in Education and Training International, 32(4), 
pp.324-335. 
Mukherji, P. and Albon, D. (2015). Research methods in early childhood.  
Ndiku Makewa, L., Gitonga, D., Ngussa, B., Njoroge, S. and Kuboja, J. (2014). Frustration Factor in 
Group Collaborative Learning Experiences. American Journal of Educational Research, 2(11A), 
pp.16-22. 
Ndoye, A. (2017). Peer/Self Assessment and Student Learning. International Journal of Teaching and 
Learning in Higher Education, 29(2), pp.255-269. 
Norcini, J. (2003). Setting standards on educational tests. Medical Education, 37(5), pp.464-469. 
Papinezak, T., Young, L. and Groves, M. (2007). Peer Assessment in Problem-Based Learning: A 
Qualitative Study. Advances in Health Sciences Education, 12(2), pp.169-186. 
Petty, G. (2009). Teaching today. Cheltenham: Nelson Thornes.  
Project Tomorrow (2010). Speak Up 2009 National Findings. Teachers, Aspiring Teachers & 
Administrators. Unleashing the Future: EduĐators ͞“peak Up͟ aďout the use of Emerging 
Technologies for Learning.. [online] Available at: http://www.tomorrow.org [Accessed 9 Apr. 
2018]. 
Reinholz, D. (2015). The assessment cycle: a model for learning through peer 
assessment. Assessment & Evaluation in Higher Education, 41(2), pp.301-315. 
Rust, C., Price, M. and O'Donovan, B. (2003). Improving Students' Learning by Developing their 
Understanding of Assessment Criteria and Processes. Assessment & Evaluation in Higher 
Education, 28(2), pp.147-164.vyg 
Sadler, D. (2009). Grade integrity and the representation of academic achievement. Studies in Higher 
Education, 34(7), pp.807-826. 
Sadler, P. and Good, E. (2006). The Impact of Self- and Peer-Grading on Student 
Learning. Educational Assessment, 11(1), pp.1-31. 
Sandvoll, R. (2014). Feeling good, but missing the mark. What happened to the assessment in peer 
assessment?. Journal of University Teaching and Learning Practice, [online] 11(1). Available at: 
http://ro.uow.edu.au/cgi/viewcontent.cgi?article=1 377&context=jutlp [Accessed 4 Apr. 
2018]. 
Self-assessment as a process for inclusion. (2013). International Journal of Inclusive Education, 17(8), 
pp.854-867. 
Strijbos, J. and Sluijsmans, D. (2010). Unravelling peer assessment: Methodological, functional, and 
conceptual developments. Learning and Instruction, 20(4), pp.265-269. 
AHMED: A CRITICAL REFLECTION ON THE ROLE OF SUCCESS CRITERIA IN PEER ASSESSMENT TO 
FACILITATE PUPIL LEARNING AND PERFORMANCE 
29 
“tƌuǇǀeŶ, K., DoĐhǇ, F. aŶd JaŶsseŶs, “. ;ϮϬϬϱͿ. “tudeŶts͛ peƌĐeptioŶs aďout eǀaluatioŶ aŶd 
assessment in higher education: a review1. Assessment & Evaluation in Higher Education, 
30(4), pp.325-341. 
Tauheedul, (2018), Classwork – Year 7, Internal report, Tauheedul Islam Girls High School, 
Unpublished. 
The implementation and evaluation of a mobile self- and peer-assessment system. 
(2010). Computers & Education, 55(1), pp.229-236. 
Topping, K. (2009). Peer Assessment. Theory Into Practice, 48(1), pp.20-27. 
Van den Berg, H., Manstead, A., van der Pligt, J. and Wigboldus, D. (2006). The impact of affective 
and cognitive focus on attitude formation. Journal of Experimental Social Psychology, 42(3), 
pp.373-379. 
VanSchenkhof, M., Houseworth, M., McCord, M. and Lannin, J. (2018). Peer evaluations within 
experiential pedagogy: Fairness, objectivity, retaliation 
Vickerman, P. (2009). Student perspectives on formative peer assessment: an attempt to deepen 
learning?. Assessment & Evaluation in Higher Education, 34(2), pp.221-230. 
Vu, T. aŶd Dall͛Alďa, G. ;ϮϬϬ7Ϳ. “tudeŶts͛ eǆpeƌieŶĐe of peeƌ assessŵeŶt iŶ a pƌofessioŶal 
course. Assessment & Evaluation in Higher Education, 32(5), pp.541-556. 
Vygotskii,̆ L. (1962). Thought and language. Cambridge: M.I.T. Press, Massachusetts Institute of 
Technology. 
Willms, J., Friesen, S. and Milton, P. (2009). What did you do in school today? Transforming 
classrooms through social, academic and intellectual engagement. (First National 
Report). Toronto: Canadian Education Association. 
Winter (2009). Theory into Practice. Taylor & Francis Online, 48(1).  
Yin, R. (2011). Qualitative research from start to finish. New York: Guilford Press. 
Zainal, Z. (2007). Case study as a research method. Journal of Jurnal Kemanusiaan, 9, pp.1-6. 
